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The purpose of the present study was to replicate a
student motivation training program (Hughes, 1990) and
extend the investigation by including the relationships
between student motivation training and achievement,
attendnce, and classroom behavior.

Participants were all

4th- and 5th-grade students from two elementary schools.

A

separate-sample, pretest-posttest control group design was
used.

The study addressed eight questions regarding the

effects of student motivation training.

Results indicated

that student motivation, teacher perceptions of student
motivation, and the number of motivational idea units on two
of three writing samples were enhanced as a result of the
training program.

No significant differences were found for

math and reading grades, attendance data, number of
discipline slips received, and the third writing sample.

viii

Implications for further research and interventions arc,

RELATIONSHIPS BETWEEN STUDENT MOTIVATION TRAINING
AND MOTIVATION, ACHIEVEMENT, ATTENDANCE,
AND CLASSROOM BEHAVIOR
Contemporary state and national education reforms
(e.g., National Goals for Education [United States
Department of Education, 1990], Kentucky Education Reform
Act of 1990, Virginia's World Class Education initiative
[Virginia Department of Education, 1991]) reflect the
recognition that students must not only acquire basic skills
and content knowledge, but must also acquire the
dispositions to use their skills and knowledge (Resnick,
1987).

In both the Kentucky Education Reform Act (KERA) and

the Virginia World Class Education Initiative, teachers are
responsible for ensuring that students learn a wide range of
outcomes that go beyond traditional curricula.

In KERA, for

example, the importance of student dispositions toward
learning has been made explicit in six goals to be achieved
by a21 students:
1.

Basic communication and math skills;

2.

Core concepts and principles in science,

mathematics, social studies, practical living studies, and
vocational studies;
3.

Self-sufficiency;

1
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4.

Responsible group membership;

5.

Thinking and problem solving; and

6.

Integration of knowledge.

Educational outcomes under Goal 3, "Self-sufficiency,"
include personal attributes such as a positive self-concept,
self-control, and self-discipline.

While good teachers have

always "taught" positive self-concept, self-control, and
self-discipline, these outcomes typically have appeared in
state or district curricula only as broad objectives, with
little instructional time or few resources devoted to them.
There is much literature emphasizing self-discip)ine,
self-regulation, positive academic selt-concept, and
thinking skills; however, most of the research has been
conducted on a short-term basis, with a limited number of
students, and focused on specific motivational factors such
as goal setting or attributional retraining.
Hughes (1990), in collaboration with elementary school
teachers, attempted to integrate self-regulation, selfconcept, goal setting, and attributional training in a
school-based student motivation program to teach student
motivation concepts to intermediate elementary school
students.

Before the program was initiated, teachers were

taught the concepts of the program and ways in which they
might enhance the motivation levels of their students.

In

the three phase program, students (a) were taught various
motivation concepts using cartoon characters, (h) read about
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and discussed the cartoon characters and other fictional and
non-fictional characters who exhibited these concep,:s, and
(c) were taught to internalize these concepts and e -,e tnem
in classroom and real-life situations.
Evaluation results indicated that the student
motivation training program developed and implemented
through the combined efforts of Hughes (1990) and the school
teachers was positively related to two measures of student
motivation.

A significant increase was found in general,

long-term measures of motivation (Hughes, 1990) and teacher
efficacy (Martray, Hughes, & Pankratz, 1990).

Students who

received motivation training obtained higher scores on the
measures of motivation than students who received no
training or were tested before training was begun.
Furthermore, teachers who participated in the project
reported perceptions that ',Ftudents' behaviors and grades
were improved as a result of: the training.
Although Hughes' (1990) training program showed
promising results for fostering student motivation,
additional research is needed to ascertain if student
motivation training can result in increases in student
achievement (i.e., teacher-assigned grades), motivation idea
units found in writing samples, and attendance and decreases
in discipline problems.

Thus, the purpose of this study was

to replicate Hughes' (1990) program and investigate the
relationships between student motivation training and

A
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student motivation, achievement, mot

ation idea units found

in writing samples, attendance, and classroom behavior.
Student Motivation
Student motivation has been defined in many ways.

Some

theorists have defined motivation as a stable trait that
each individual has in some quantity (McClelland, 1978;
Stagner, 1976).

Other theorists have defined it as a

changeable state that is affected by previous and current
experiences (Atkinson, 1964; Bandura, 1982; Weiner, 1979).
Historically, motivation has been viewed as either extrinsic
or intrinsic.

The following section provides a review of

extrinsic and intrinsic motivation.
Extrinsic Motivation
Extrinsic motivation is defined as a desire to perform
a behavior because of promised rewards or threats of
punishmerit.

behavior modification is often used as a means

of changing student behavior because extrinsic motivation
emphasizes the effects of external reinforcers.

According

to the behavior :odification model, environmental
contingencies such as rewards and punishments influence
behavior.

Individual thoughts and emotions have no role in

motivating a person.

In the classroom setting, students are

considered motivated when they demonstrate behaviors that
are thought to increase learning, such as working on
assignments or asking relevant questions.

They are

considered unmotivated and are punished when they
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demonstrate nonproductive behaviors.

Although punishment is

frequently used in schools to modify behavior, its use can
also be detrimental.

In fact, Skinner (1974) argued that

(a) punishment often serves only to suppress undesirable
behaviors rather than reduce their frequency, (b) students
learn to avoid being punished, and (c) punishment can serve
as a model for aggressive behavior.
Although the effects of punishment and reinforcement
are well-established in psychology, exclusive use of and
over-reliance on reinforcement leads to problems.

First, a

reward (e.g., grades) that reinforces one student win not
necessarily be reinforcing to another student.

Furthermore,

the effect of the reward is dependent upon the age of the
student.

For example, while young children are likely to

respond favorably to verbal praise, a smile, or material
rewards from teachers, these same actions may have no effect
on or may even embarrass older students who typically place
higher value on the opinions of their peers than on teachers
(Stipek, 1988; Whitmore, 1980).

Therefore, it is often

difficult for teachers to find suitable reinforcers for
individual students.

A second problem with external

reinforcers is that only observable behaviors can be
rewarded (Stipek, 1988).
A third problem with the use of reinforcement is that
teachers often attend to undesired behavior rather than
ignore or punish it.

Behavior modification stresses the
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importance of reinforcing only desired behavior, yet paying
attention to undesirable behavior serves only to reinforce
its continuation.

Furthermore, punishment can be very

detrimental to students who may be punished with poor grades
even when they are putting forth effort.

As behavioral

learning theory states, punishment (e.g., a poor grade) will
likely decrease the behavior (i.e., high effort) in the
future (Skinner, 1974).

A fourth problem with the use of

external reinforcement is that it generally produces shortterm effects.

Often, when rewards cease, the desired

behavior also ceases, while the undesired behavior returns.
In classes where token economies or other external
reinforcements are used frequently, students may become so
dependent on rewards for learning or succeeding that they
are likely to refuse learning anything unless they are
rewarded.

That is, they have little or no intrinsic

motivation (Stipek, 1988).
Fifth, much evidence suggests that the exclusive use of
external reinfcrcers can reduce students' intrinsic
motivation to learn and succeed by decreasing task interest,
inhibiting performance, reducing creativity, and encouraging
passivity (Stipek, 1988).

Finally, the exclusive use of

behavior modification thwarts opportunities for teaching
thinking skills.

When students' behavior is continually

modified and shaped by others, students do not learn how to
reason and solve problems on their own.
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Intrinsic Motivation
While extrinsic motivation refers to behavior produced
by the promse of threats or rewards, intrinsic motivation
refers to an inner desire to learn or do something for its
own sake.

Piaget (1952) emphasized the construct of

intrinsic motivation in his studies of children's cognitive
structures.

He believed that children are innately and

internally motivated to learn, achieve, and succeed.

Thus,

teachers might make use of children's natural motivations in
order to enhance learning, achievement, and success.
One way to increase intrinsic motivation is to foster
thoughts and feelings of competence motivation in students
(Stipek, 1988).

Competence motivation, coined by White

(1959), is comparable to Piaget's belief that humans have a
biological need and desire to practice newly developing
skills in order to master them.

For example, a toddler will

continue attempting to walk despite falling down.

Older

children will play the same song repeatedly until they know
every word and note.
until they can win.

Teenagers may play the same video game
Mastering a task is said to be

reinforcing because it gives one thoughts and feelings of
self-worth and pride, which is often referred to as selfefficacy (Bandura, 1977, 1982).
Several researchers have advocated that self -efficacy
is greatest when students are mastering moderately difficult
tasks (Brophy, 1987; Clifford, 1990; Harter, 1974; Schunk,
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1987).

Easily solved tasks do not produce much pride in

one's work, while extremely difficult tasks can cause
frustration and lowered self-efficacy if failure is
encountered.
Summary
The concepts of extrinsic and intrinsic motivation make
sense in light of their respective theoretical models.

Both

concepts have generated much research and provided
However, in

implications for improving student motivation.
the past several years, there has been a move in

motivational research away from broad internal states and
external reinforcers toward task end situation specific
cognitions and emotions.

This research has exposed problems

and limitations with the constructs of extrinsic and
intrinsic motivation.

Given the lack of full explanatory

power of these constructs and the rise of interest in
cognition, theorists and researchers have been le0
reconceptualize student motivation from a cognitive
perspective.

Within the cognitive approach, students are

viewed as mediators of their own cognitions.

Researchers

attempt to determine how students interpret situations and
how they process information related to the situation.
External reinforcers and internal states are not
disregarded, but are seen as part of a process in which
cognitive and emotional factors are emphasized (Dweck,
1966).
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Cognitive psychologists do not deny the effects of
reinforcement and punishment; rather, they explain the
effects as information feedback.

There is ample evidence

(e.g., Atkinson, 1964; Bandura, 1982; Borkowski, Jchnston, &
Reid, 1987; Weiner, 1979) that humans think and solve
problems and that thoughts and emotions influence behavior.
Cognitive psychologists have conceptualized a wealth of
constructs and strategies which have implications for
stucent motivation.

Researchers have attempted to determine

the cognitive and emotional variables that contribute to the
differences between high academic achievers and low academic
achievers.

Although factors such as intelligence, previous

experiences, and prior achievement account for substantial
variance in academic achievement, much variance is left
unexplainecL

it is highly probable that motivational

factors contribute significantly to the variance in academic
achievement.

Constructs and strategies that have been

emphasized include goal setting, teacher and student
expectations, causal attributions and attribution
retraining, personal causation, and self-efficacy (Atkinson,
1964, Bandura, 1982; Borkowski et al., 1987; Weiner, 1979).
Motivation and Cognition
A large body of theories and research findings linking
tivation and cognition has developed over the last several
yrs.

A review of these theories and research findings

will be presented in this section.
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Students' beliefs influence their motivation and
learning (Bandura, 1982; Brophy, 1987; Dweck, 1975; Weiner,
1979).

One theory that addresses these beliefs is

Atkinson's (1964) achievement motivation theory.

Integral

to this theory are the concepts of motivation to achieve and
motivation to avoid failure, which occur in a person
simultaneously.

One student may attempt a challenging task

(motivation to succeed) while another may attempt an easy
task (motivation to avoid failure), depending on the degree
of their need for achievement.

High achievers generally

have a greater desire to approach success than to avoid
failure, while low achievers are more motivated to avoid
failure than approach success.
Besides these motivation differences between
individuals, there are also motivation differences within
individuals.

For example, a student may be highly motivated

to learn and succeed in art, but not in math.

This same

student may desire to succeed in one history class but not
another because motivation is task and situation specific.
The role of the teacher, then, is to attempt to understand
these differences, how they affect student motivation, and
how they might enhance the motivation and learning of a
particular student (Stipek, 1988).
Another integral concept of achievement motivation
theory is that effort spent on a task is the product of two
factors:

a) the degree to which students anticipate being
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able to accomplish a task successfully if they put forth
effort, and (b) the degree to which students value doing the
task or value the outcomes or rewards of successfully
completing the task.

If either factor is missing, then

little effort will be put forth by students, no matter to
what degree the other factor is present (Rotter, 1954).

For

example, even if students know they can complete their math
assignments correctly, they will not put forth mech effort
if they feel they are gaining little from engaging in the
task.

Likewise, no matter how much other students may value

succeeding at a task, if they are convinced they cannot
succeed, they will not attempt the task (Brophy, 1987).
Accepting this theory makes it easy to see why so many
students appear to be lazy and apathetic when, in fact, they
may not value the task or outcome (Stipek, 1988), or they
may want to succeed but do not think they can and so do not
try.
Weiner (1979) combined Atkinson's (1964) concepts of
motivation to succeed and motivation to avoid failure,
Rotter's (1966) locus of control theory, and attribution
theory (Heider, 1944) to develop an attribution theory of
achievement motivation.

The attribution theory provides the

theoretical base for the premise that students' beliefs
about their successes and failures have a significant impact
on their consequent feelings, expectations, and behaviors.

12
Components of the attributional model of achievement
motivation include the concepts of locus, stability, and
control.

Locus refers to whether people attribute the

outcome of their behavior to internal characteristics or
external forces.

The stability dimension refers to the

duration of the cause of the behavior.

For example, ability

is viewed as a stable factor while effort is not.

The third

dimension, control, is defined as the degree of control
people have over the outcomes of their behavior.

Thus,

people can control the amount of effort they put forth but
they cannot control their luck.

Effort, ability, task

difficulty, and luck are among the most common causal
factors to which people attribute behavioral outcomes
(Weiner, 1972, 1986).
Causal attributions may also affect some students'
perceptions of the probability of future successes and
failures.

This effect may take the form of either an upward

or downward spiral, as each attribution is affected by past
outcomes and affects future behavior.

For example, students

who fail a spelling test and attribute that failure to lack
of ability ("I can't spell") will be more likely to think
they have a lack of ability in spelling the next time they
have a test.

If they fail again, that failure serves as a

confirmation of their original perception of lack of ability
(Weiner, 1972, 1986).

Attributing failure outcomes to lack

of ability is defined by Seligman (1975) as learned
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helplessness, while attributing failure to lack of effort,
and thus trying again and again, is commonly referred to as
persistence.
One way to determine the causal factors to which
students attribute behavioral outcomes is to determine
parents' goals for their children.

Parents' personal goals

affect the way in which they react to the school performance
of their children and obviously influence their children's
own goals and behavior.

Ames and Savell (1986; cited in

Stipek, 1988) have identified two types of goals--mastery
and performance--that parents may value to different
degrees.

Mastey goals are defined as goals in which

mastery of skills and increased understanding are important.
Mastery goals emphasize effort as the best means of
attaining goals.

Thus, parents who value mastery goals will

encourage and reinforce their children for putting forth
effort.

These paeents may also help their children to

develop the attitude that trying their hardest is more
important than getting the best grades.

On the other hand,

parents who value performance goals will be more concerned
that their children look smart than whether they actually
learn anything.

These values may influence children Lo try

to get the best grades possible without necessarily putting
forth much effort.
Another way in which teachers can determine what
motivates students is to be aware of the degree of
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similarity between students' motivation goals and their own
(Stipek, 1988).

Teachers need to be aware of how their

teaching practices affect each student's motivation.

In

doing this, teachers should be aware of the individual
differences between and within students' motivation levels
and determine the best fit between student motivation and
teaching practices.
In addition to determining what goals students have
established, the ways in which individual differences in
self-perceptions, such as self-concept, self-esteem, and
self-efficacy, affect motivation and school learning need to
be addressed by teachers (Marsh, Cairns, Relich, Barnes, &
Debus, 1984).

Although technically these constructs refer

to different concepts, their meanings are very similar and
are often used interchangeably.

Whichever term is used, in

general, self-perception is defined as an individual's
thoughts and feelings about the ability to perform well on
tasks (Bandura, 1977, 1982; Hamachek, 1987).

Positive self-

perception is necessary for motivation and academic
achievement because students usually attempt wholeheartedly
only what they believe they can do and want to do (Maehr,
1983).

Thus, students with positive self-perceptions will

likely think they have greater control over their school
achievement, while students with negative self-perceptions
will likely think they do not have the abilities needed to
achieve and succeed in school.
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In addition to differences in self-perceptions, there
are also individual differences in motivation related to
development.

Young children do not differentiate between

ability and effort and thus appear more highly motivated
than older students.

During the intermediate elementary

years, most students are able to perceive the difference
between ability and effort, but attribute more influence on
achievement to effort than to ability.

However, by the time

students reach junior high school, they begin to view
ability as fixed and unaffected by effort (Covington, 1984).
Therefore, student motivation training may best be focused
on intermediate elementary students.
Student Motivation Training
Over the years, a number of strategies have been used
to enhance student motivation.

Methods for enhancing

student motivation include achievement motivation training
(e.g., McClelland, 1972), personal causation training
(deCharms, 1968, 1976), attribution feedback and retraining,
and cognitive change strategies.

A review of these methods

will now be presented.
Achievement Motivation Training
Achievement motivation training was conducted with
students in modified programs that were originally intended
for use with business managers (Alschuler, 1973; Kolb, 1965;
McClelland, 1972).

Encouragement, commitment to goals, and

feedback regarding progress were provided to enhance
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students' perceived probabilities of success.

Furthermore,

researchers helped students understand the relationship
between school achievement and attainment of career and life
goals.

The program resulted in increases in grades.

However, these results are limited because the programs were
conducted during summer school by people disassociated with
the school.

Therefore, the results may be difficult to

replicate with teachers as part of the everyday school
curriculum.
Personal Causation Training
deCharms (1968) introduced a program that focused on
enhancing teachers' and students' perceptions of personal
causation.

While the ultimate aim of the program was to

enhance students' perceptions of personal control over
achievement, deCharms learned that the success of such
programs is dependent on teachers' perceptions of control
and ownership in the program.

The basis for his belief was

that students observe and internalize the attitudes and
beliefs modeled by their teachers and that teachers must
have ownership in the program.
deCharms first conducted the program without the
involvement of teachers and found the program to be
unsuccessful.

He then restructured his program to include

teacher involvement and taught teachers important concepts
of the program.

He asked them to develop suitable

instructional materials that would be used with students and
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discussed the definitions of "pawn" and "origin".

"Pawn"

and "origin" were coined by deCharms to describe different
belief systems in understandable terms.

Pawns perceive

little control over the environment ani

hus tend to assume

or accept no responsibility for behavior.

on the other

hand, origins perceive control over persona) avents and the
future, and so assume and accept responsibility for
behavior, are persistent, and work hard to improve skills.
During the ten-week program, students wrote stories
having achievement themes, participated in activities
designed to enhance achlevemew

motivation and self-concept,

learned goal-setting techniques, And learned the concepts of
pawn and origin.

Results indicated that students'

perceptions of personal causation were enhanced and that
gains in achievement were noted.
Attributional Retraining and Fecci.back
since iS
Most research c..;nducted
deCharms' classic studies has focust,
motivational processes and has been 1i
tasks or outcomes (e.g., reading comprehension).

An area of

research that emphasizes this focus on specific processes
and situations is attributional retraining and feedback.
The following section presents a review of attributional
retraining and feedback strategies.
Attrlbutional retraining and feedback strategies are
used to provide information to students regarding the cause
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or causes of successes and failures.

The core principle of

attribution retraining and feedback theories is to teach
students that success or failure is due to effort or lack of
effort and not solely due to ability or lack of ability.
Attributing failure outcomes to lack of ability rather
than lack of effort is one component of the concept of
learned helplessness, which is defined as a sense of defeat
and helplessness learned when a person repeatedly fails
(Seligman, 1975).

Students who exhibit learned helplessness

are less likely to assume ownership for their successes and
failures.

When they do assume ownership, they are likely to

attribute failure outcomes to lack of ability rather than
lack of effort.

Dweck (1975) attempted to change the

attributions of students who demonstrated learned
helplessness by retraining them to assume ownership for
failure and attribute this failure to a lack of effort
'i.e., to become more persistent).

In her study, students

who were taught to attribute failure to lack of effort
!4ther than lack of ability persisted more after failure
situations than those who received no training and those who
received success only training.

Students who received the

success only treatment did not persist after failure
situations, but rather showed a decrease in performance when
failure was reintroduced.

One reason for this decrease in

performance could be that continued success caused the
participants to become overly sensitive to failure.
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Research has shown that in order to facilitate the greatest
potential of each student, moderately difficult tasks that
emphasize gradual success rather than continual success are
more appropriate for maximizing achievement motivation
(Atkinson, 1964; Brophy, 1987; Clifford, 1990).
Emphasis on gradual success is also a component of the
concept of persistence.

Andrews and Debus (1978) defined

persistence as continuing to try again and again in the face
of failure in order to master a task.

Students who persist

at difficult tasks tend to attribute failure to a lack of
effort rather than a lack of ability.

When students believe

that failure is due to a stable factor, such as low ability
or task difficulty, their perception of the probability of
future failure is going to be high; however, when they
believe that failure is due to a variable factor, such as
lack of effort or luck, their perception of the probability
of future failure will be low.

In a study designed to test

this theory, the researchers found persistence to be
positively correlated to the variable factor of effort,
while it was negatively correlated to the stable factors of
ability and task difficulty.

Luck was not found to be

significantly correlated to persistence.
In the second part of the study, Andrews and Debus
(1990) used attribution retraining strategies to attempt to
change children's beliefs that failure is caused by a lack
of ability.

They found that effort attributions for
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persistence improved by using the treatment procedures of
social reinforcers alone and a combination of social
reinforcers and tokens supplemented by concrete rewards.
However, no difference was noted in the effectiveness of the
two treatment procedures.

This result could be due to the

fact that sometimes motivational strategies involving the
use of reinforcers are overused and thus lose their
effectiveness (Brophy, 1987).
In addition to attribution retraining studies that have
used reinforcers in the intervention, other studies have
focused on using personal causation training in the
intervention.

For example, Borkowski, Weyhing, and Carr

(1988) studied the effects attribution retraining may have
on learning disabled students' long-standing beliefs about
the causes of behavioral outcomes.

They believed that

because learning disabled students frequently encounter
failure, they often attribute success to luck and failure to
lack of ability.

These students may not effectively use

learning strategies as a means of coping with assigned
tasks.

The researchers developed an eight -session

attribution training program to teach effort attributions to
learning disabled 10- to 14-year-old students and
hypothesized that summarization strategies in reading would
be enhanced.

A second hypothesis was that students would

generalize the newly acquired strategies to other learning
situations.

Cartoon characters were used to model positive
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self-attributions (e.g., "I did well because I tried
hard.").

Students were asked to explain reasons for errors

on task items using the cartoon characters and then state
how they would perform the tasks successfully.
The results indicated that attribution training
strengthened the use of summarization strategies and that
these strategies were generalizable to other situations.
However, performance improvements were not long-lasting.
The researchers concluded that prolonged training was needed
in order to change attributions because long-standing
attributional beliefs are very resistant to chahge
Furthermore, attribution change strategies must be taught in
combination with cognitive skills training to be effective
(Borkowski et al., 1987;
Ryan, 1984).

Borkowski et al., 1988; Short &

For example, Reid and Borkowski (1987)

combined attribution training with strategy skills training
in a program designed to teach low-achieving, hyperactive
students in the second to fourth grades how to generalize
newly acquired skills and strategies.

They found widespread

generalization three weeks after training ended and
generalization by some students as long as ten months aftei
the end of the training program.

By emphasizing that

behavior is controllable and changeable and by teaching
strategies that enhance learning, transfer of new skills was
found to be possible.
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Cognitive Change Stratepies
The fundamental aspects of cognitive change strategies
are to emphasize that behavior is controllable and
changeable and to teach strategies that enhance learning.
Cognitive change strategies are taught so that students can
use more effective learning strategies, monitor their own
behavior, and set their own goals (Stipek, 1988).

If

students understand different learning strategies and take
responsibility for their own learning, behavior, and goals,
then it is expected that learning and achievement will be
enhanced.
One cognitive change strategy that teachers may use is
to have students keep a record of their behavior so that
they will learn to take responsibility and ownership for
that behavior (Stipek, 1988).

Students may be expected to

keep records for homework assignments, the number of
spelling words practiced, or the number of times they get
out of their
The most common self -recording method is to have
students mark on a designated sheet of paper the daily
occurrences of specific, pre-chosen behaviors they would
like to change.

The daily results could be graphed at the

end of the week to help students see improvement.

Self-

recording may be more effective with students who already
desire to learn or succeed, but who have problems
controlling their behavior in some way (e.g., are easily
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distractible).

On the other hand, self recording may be

futile for students who are not motivated to learn or
improve their behavior (O'Leary & Dubey, 1979).
Studwell and Moxley (1984) emphasized the academic
benefits that can occur as a result of self-recording
behavicrs.

Academic improvement might be observed in areas

such as "language skills used in writing, labeling, and
reading graphs; math skills used in tallying records;
science skills used in accurate description, prediction, and
interpretation; and social skills used in helping themselves
and others to manage their own behavior" (p. 450).
A second cognitive change strategy is self reinforcement, which is described as choosing desirable ways
to reward oneself for meeting behavioral goals (Stipek,
1988).

Many adults use self-reinforcement daily.

For

example, one might buy a new sweater for completing a
project or have a snack for working a particular length of
time.

In elementary schools, self -reinforcement is often

accomplished by allowing students to engage in tasks of
their own choosing after assigned tasks are completed.

The

main problem with self -reinforcement is that often only
quicker and more able students are able to take advantage of
its rewards.

However, teachers can adapt the instructional

environment of less able students by decreasing the amount
of work or the level of difficulty so that they can also
meet their academic goals and gain rewards.

A second
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problem with self-reinforcement is the possible side effect
of the first task being seen as less desirable than the
activity of choice.

When such contingencies are

established, students may think that the academic task is
unimportant because they have to complete it in order to do
something they prefer.
A third strategy that can be used to change student
cognitions is cognitive behavior modification, whereby
students give themselves instructions to control their own
behavior.

Meichenbaum (1977) has shown that cognitive

behavior modification can be used to improve work habits by
teaching students how to verbalize instructions.

This

verbalization of instructions helps break down the task into
steps so that it is easier to understand.

First, the

teacher verbalizes the instructions of the task to be
performed by students.

After this verbalization, the

teacher asks students to say the instructions aloud, and
after practicing, to whisper the instructions.

Lastly,

students are encouraged to "say" the instructions inside
their heads.
Besides teaching students how to use self-recording,
self-reinforcement, and cognitive behavior modification
strategies, students can also be taught goal -setting
strategies.

Personal goal-setting fosters a sense of

responsibility for achieving goals (Schunk, 1987).
students set their own goals, they learn to be more

When
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realistic in their choices and thus meet their goals at a
progressively steady rate.

The effectiveness of goals is

influenced by their difficulty level and specificity
(Bandura, 1986).

Moderately difficult goals challenge

students and give rise to feelings of competence, pride, and
persistence.

Goals that are specific are more likely to

enhance student motivation and self-concept than general
goals (e.g., "Do your best.").
Once students have learned to use cognitive change
strategies such as self-recording, self-reinforcement,
cognitive behavior modification, and goal-setting, teaching
metacognitive skills can be accomplished.

Metacognition was

first defined by Flavell (1971) as "self-knowledge about
cognitive states and processes" and since that time, a great
deal of research on metacodnition has been conducted.
Metacognition has two subcomponents:

knowledee about

cognition and self-directed thinking (Brown, 1987; Fabricius
& Hagen, 1984; Paris, Cross, & Lipson, 1984).

Knowledge

about cognition is defined as (a) knowledge that a strategy
exists, (ID) knowledge regarding how a strategy works, and
(c) when and why it is appropriate to use a particular
strategy.

Self -directed thinking, on the other hand, is an

executive function that consists of the higher-order
thinking skills of evaluation, planning, and regulation.

To

illustrate, suppose a student is trying to memorize material
for a test.

The student might choose recitation as a means
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of learning the information.

The student knows from

previous experience that (a) recitation is a strategy that
can be used for memorization, (b) how recitation is used,
and (c) when and why it has worked before.

This is

If the student then rates the

knowledge about cognition.

effectiveness of recitation against some other memory aid,
such as elaboration, the student is using the higher-order
function of evaluation.

The student may also allocate time

and effort in order to optimize remembering the material,
which is called planning.

Finally, if the student is

following the chosen plan (recitation) and monitoring the
effectiveness of it, the student is engaging in regulation.
Many researchers believe that students' comprehension
of material can be limited because they may not have
knowledge about cognitive strategies or do not know how to
apply them.

Kurtz and Borkowski (1987) attempted to

deterwine to what extent metacognition, in particular,
metamemorial knowledge, influences stratrgy acquisition and
transfer in young children.

They developed an eleven-

session training program for 1st- and 3rd-grade students
that consisted of strategy training and metamemory training
and assessment.

They found that althoug_ the students

learned the techniques accurately, they were seldom able to
transfer that learning to new situations.

They concluded

that, for this age group, the training program was
inadequate in length and focus to show transfer of learning
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to new situations.

However, students who had prior

knowledge of metamemory techniques were consistently better
able to generalize to new tasks.

It appears that

metacognitive knowledge develops over a long period of time
and that training programs need to be longer in duration in
order to show change.
A comprehensive study of longer duration was conducted
by Paris et al. (1984) to study the effects of teaching
metacognitive reading strategies to intermediate elementary
students.

The researchers believed that teachers of

intermediate elementary students seldom give instructions
regarding how to use comprehension strategies for reading
and that teachers are not given guidelines on how to teach
students to read.

In an effort to teach students cognitive

strategies for reading comprehension, they developed a
program called "Informed Strategies for Learning", which was
incorporated into the schedule of 3rd- and 5th -grade
students for fourteen weeks.

The researchers introduced

each strategy, told students how to use it, when to use

t

and when not to use it, let students observe others
implementing the strategy, let students practice
implementing it, and then allowed for feedback and guidance
from peers and teachers.

Students in the training sample

showed greater knowledge about reading strategies and had
higher scores on error detection tasks.

They also showed an

increased awareness about the importance of reading.

There
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are at least two possible reasons for the greater success of
this program over the Kurtz and Borkowski (1987) study.
Two,

One, the program was a few weeks longer in duration.

because the students were older in the Paris et al. (1984)
study, they may have been developmentally more ready to
learn and use metacognitive strategies effectively.

Tf

second explanation is consistent with the research on
developmental differences which contends that effective
motivational interventions are more effective with students
in the intermediate grades (Covington, 1984).
Hughes (1990) combined what we know about theories of
motivation and motivation training with cognitive change and
metacognitive skills training in order to enhance student
motivation.

His multifaceted, school-based student

motivation program was of longer duration, addressed the
individual differences of students, and included the active
participation of teachers.

His motivation training program,

which lasted twenty weeks, was designed to teach motivation
concepts to 4th-, 5th-, and 6th -grade students.

Teachers

from the elementary school that served as the training site
played a major role by writing short stories and selecting
books which could be used as models for teaching motivation
concepts.

Teachers also applied the concepts learned in the

motivation lessons to daily classroom activities.

The

teachers and researchers developed cartoon characters, which
were designed, drawn, and named to illustrate motivational
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concepts.

One character, named Cando, represented concepts

of motivation toward success (e.g., persistence, positive
self-concept).

Another character, named Doom, was designed

to represent concepts of motivation to avoid failure (e.g.,
learned helplessness, negative self-concept).

Cartoon

characters were chosen as a means to illustrate motivational
concepts, guide group discussions, and help students
internalize the concepts, because they concretize concepts
and are interesting to children (Borkowski et al., 1988).
Before the program was initiated, teachers were taught
the concepts of the program and ways in which they might
enhance the motivation level of their students.

The student

motivation training program consisted of three phases.

In

the first phase of training, students were taught student
motivation concepts.

Objectives of the lessons included

describing characteristics of Cando and Doom, describing
characteristics of effective learners, differentiating
between what Cando and Doom believe causes success and
failure, describing aspects of being a responsible person,
identifying ways to avoid failure, and identifying causes of
misbehavior.

In the second phase of training, Cando and

Doom were used to guide group discussions of the stories
identified as having motivational themes.

Objectives of the

lesson plans included identifying the concepts of tear of
failure, persistence, confidence, self-concept, and selfesteem, reading stories and describing the main characters'
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motivational qualities, and creating thoughts typical of
Cando and Doom.

In the third phase of training, teachers

and researcher3 encouraged students' internalization of the
student motivation concepts via strategy instruction and
cognitive change strategies.

Objectives of the lessons

included setting goals, writing stories with motivational
themes, and role playing behaviors typical of Cando and
Doom
Evaluation of the program indicated that the student
motivation training developed and implemented through the
combined efforts of Hughes and school teachers was
positively related to the measures of student motivation.

A

significant increase was found in general, long-term
measures of motivation (Hughes, 1990) and teacher efficacy
(Martray, Hughes, & Pankratz, 1990).

Students who received

motivation Lraining obtained higher scores on two measures
of motivation than students who received no training or were
tested before training was begun.

Furthermore, teachers who

participated in the project reported perceptions that
studeats' behaviors and grades were improved as a result of
the training (Martray, Hughes, & Pankratz, 1990).
Purpose of the Study
Although Hughes' (1990) training program showed
promising results for fostering student motivation,
additional research is needed to ascertain if student
motivation training can result in increases in student
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achievement and attendance and decreases in discipline
problems.

Thus, the purpose of this study is to replicate

Hughes' (1990) program and investigate the relationships
between student motivation training and student motivation,
achievement, motivation idea units found in writing samples,
attendance, and classroom behavior.

METHOD
Samples
Two elementary schools in Bowling Green, Kentucky were
selected to provide separate, but comparable, samples.
Participants were two 4th-grade classes and one 5th-grade
class from one school and two 4th-grade and two 5th-grade
classes from the second school.

Students at the first

school participated in the student motivation training
program, while students at the second school served as the
control group and received no student motivation training.
Students in the second school will participate in the
training program next year.

Faculty and administration at

the school of the trained sample identified improved student
motivation as a school goal and sought help from the
researchers.
Participants at the first school were 56 4th- and 5thgrade students.

The students at the school of the trained

sample included 31 (55%) females and 25 (45%) males.

Fifty

(89%) of the students were caucasian and 6 (11%) were
African American.

The students at the school of the

untrained sample were 53 4th- and 5th-grade students.
students included 23 (43%) females and 30 (57%) males.
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These
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Thirty-six (68%) of the students were caucasian and 17 (32%)
were African American.
Design
Full control over experimental conditions could not be
obtained in the present study because the experimental and
control schools could not be randomly chosen.

Thus, a

quasi-experimental design was used because it allowed the
use of an experimental design in natural settings.

The

quasi-experimental design can be used in many situations,
but only when better designs (i.e., truly randomized
experiments) are not possible (Campbell & Stanley, 1963).

A

separate-sample, pretest-posttest control group design was
used because students from intact classrooms could not be
randomly assigned to quasi-experimental or control groups.
Table 1 summarizes this design.
One reason for the selection of the separate-sample,
pretest-posttest quasi -experimental design for this study is
that it allowed for the random selection of participants for
the purpose of testing from separate, yet comparable,
samples.

A second reason for selecting this design was that

it provided more control for threats to internal and
external validity than any other suitable design.

Threats

to internal validity include the interaction of selection
and history and the interaction of selection and maturation,
while threats to external validity include the interaction
of testing and treatment, interaction of selection and
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treatment, and reactive arrangements (Campbell & Stanley,
1963).

Table 1
Quasi-experimental Design of the Study

Group

Pretest

Training

Posttest

Trained Sample
1

Untrained

2

(Trained)
Trained

Trained

Untrained Sample
3

Untrained

4

UntraineJ

Instrumentatior
In the present study, dependent measures consisted of
the Antecedent Attributions Test (AAT), the Children's
Academic Motivation Inventory (CAMI), teacher ratings,
teacher-assigned math and reading grades, attendance, the
number of discipline slips received, and writing samples.
The AAT was chosen for this study because it provides a
measure of a specific motivational process (i.e., causal
attributions).

The CAMI was chosen because it provides a
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general, multifaceted measure of student motivation.
Teacher ratings were included to provide a measure of
teachers' views of the motivation level of their students,
while wrting samples were collected to provide a measure of
students' motivational idea units.
Antecedent Attributions Test
The Antecedent Attributions Test vzas developed to
measure chiidren*s long-standing beliefs about the personal
causations of their behav:ors (reported in Borkowski et al.,
1988).

The 'Jriginal version of the AAT included four

hypothetical success and lour hypothetical failure
statements that children commonly experience in school.
Each statement was follGwed by possible causes of the
hypothetical success or failure (e.g., I tried/did not try
hard; The teacher likes/does not like me; It was easy/hard;
I was lucky/unlucky).

After reading each statement,

students rated to what degree they would attribute the
outcome to effort, teacher bias, task difficulty, or luck,
Krause (1983) reported median test-retest reliability of the
AAT to be 0.61.

Borkowski et al. (1988) reported

coefficient alpha of the test to be 0.64 for a group of 75
children and adolescents.
The AAT was modified for the purposes of this study.
Two success situations were added and the four failure
situations were removed because they were theoretically
inconsistent with attribution theory.

The modified version
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of the AAT was piloted on a group of 171 4th-, 5th, and 6thgrade students.

Coefficient alpha for the scale was 0.79

(Hughes, Scott, & Martray, 1991).

A copy of the modified

AAT appears in Appendix A.
Children's Academic Motivation Inventory
The Children's Academic Motivation Inventory was
developed by Hughes, Redfield, and Martray (1989) as a
multifaceted measure of the academic achievement motivation
of children and adolescents.

The inventory consisted of 60

statements which participants rated using a six-point
Likert-type scale response format.

This format ranged from

strongly disagree (1) to strongly agree (6).
Coefficient alpha of the original version was reported
to be 0.92.

Concurrent validity of the test was reported to

range from 0.12 to 0.37.

Factors identified in the CAMI

were (a) value attached to success, (b) persistence,

(C)

academic inadequacy, (d) academic efficacy, (e)
instructional variety, (f) affiliation, (g) social variety,
(h) goal oriented, (i) fear of success, (j) attitude toward
school, (k) effort, and (1) academic confidence.

The

original version of the CAMI was modified in order to make
it more appropriate for intermediate elementary students.
First, the CAMI was condensed from 60 to 30 items to
minimize boredom or fatigue, which might threaten
reliability.

Second, the length of items was shortened to

diminish the effects of reading ability on consistency of
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response.

Third, the six-point Likert-type format was

shortened to a four-point format to make selection of
responses less confusing to middle elementary students
(Hughes, Redfield, & Martray, 1989).
The

The 30 items were pilot tested in two studies.

first study involved 151 4th-, 5th-, and 6th-grade students
Coefficient alpha of the 30-item CAMI was 0.95.
Participants for the second pilot study were 171 4th-, 5th-,
and 6th-grade students.
0.83.

Coefficient alpha of the CAMI was

The CAMI and AAT were administered to 118 4th-, 5th-,

and 6th-grade students in the second pilot study.

The zero-

order correlation between CAMI and AAT scores was /-.22 (p <
.05).

A copy of the CAMI appears in Appendix B.

Teacher Ratings
Teacher ratings were collected to provide an indicator
of teachers' perceptions of student motivation.

Each

teacher involved in the program answered an 18-item
inventory for each student.

Results of a pilot study

conducted with a sample of 373 students rated by their
respective teachers indicated that coefficient alpha of the
measure was 0.96.

A copy of the teacher ratings scale

appears in Appendix C.
Teacher-Assigned Grades
Teacher-assigned math and reading grades were collected
by obtaining numerical grades earned by each child.

Math

and reading grades were used because they generally are
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assigned more objectively than other grades and are two of
the core subjects taught in school.
Attendance
First,

Attendance data were collected for two reasons.
attendance is an important component of KERA in that a

general goal is "schools shall increase their students' rate
of school attendance".

Second, it is reasonable to assume

that the more academically motivated to succeed students
are, the more likely they will be to attend school,
Discipline
Disipline data were collected by keeping

-;,:c1 of

the number of discipline slips each student received.
Discipline slips were given to students for a variety of
reasons, ranging from running in the hall to physical
aggression (e.g., pushing or 7;toving).

Discipline data were

collected because it is a logical assumption that a child
who is highly academically motivated will also demonstrate
self-control and self-discipline.
Writing Samples
Three writing samples were collected to assess
students' perceptions of themselves.

Students wrote at

least one to two paragraphs to each of the following
prompts: (1) Write a story which has a beginning, a middle,
and an end about an experience this student (Cando) has in
school; (2) Write a story which has a beginning, a middle,
and an end about an experience this student (Doom) has in
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school; and (3) When I grow up, I want to be....

In the

first two scenarios, students were presented with the
posters of Cando and Doom and told that "this is a student
about your age".

Writing samples were scored by counting

the number of motivational idea units, or "units of text
that embody a single complete idea" (Voss, Tyler, & Bisanz,
1982).

Idea units were used to determine the number of

motivational ideas a student had produced iL the writing
samples.

Inter-rater reliability coefficients for two

raters ranged from 0.73 to 0.93.
Procedure
Pretest
The Antecedent Attributions Test, Children's Academic
Motivation Inventory, teacher ratings, and writinq samples
were administered to the trained sample pretest group and to
the untrained sample p.cetest group.

Additionally, teacher-

assigned grades, number

.

scipline slips received, and

attendance data were col

ted for each group at the end of

the first quarter of the school year.
Student Motivation Trainind
Upon completion of the pretest measures, the program
was initiated in tie 4t1-- and 5th-grade classrooms at the
school of the trained group where the researcher spent onehalf hour per week in each classroom for twenty weeks.
When it is believed that the presence of researchers in
the experimental condition could have an effect on dependent
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variable scores, that presence must be controlled by
conducting similar, but unrelated, activities with the
control group (Campbell & Stanley, 1963).

Hughes (1990)

controlled for his presence in previous research on student
motivation by doing similar activities with students in the
control group and found no evidence of a relationship
between his presence and scores on measures of motivation.
Therefore, the researcher spent no time at the school of the
untrained group.
The student motivation training program consisted of 18
lesson plans.

These lesson plans were developed by Hughes

(1990) in conjunction with elementary school teachers with
the intent of integrating the lessons into the daily
academic routine.

Teachers from the school participating in

the training program played a major role by helping to
choose short stories and books which could be used as models
for teaching student motivation concepts.

The teachers and

researchers also developed cartoon characters drawn by a
professional artist, which were designed, drawn, and named
to illustrate the motivational concepts of motivation to
avoid failure and motivation toward success.

One character,

named Doom, was designed to represent concepts of motivation
to avoid failure (e.g., learned helplessness, negative selfconcept).

Another character, named Cando, represented

concepts of motivation toward success (e.g., persistence,
positive self-concept).

The cartoon characters were used to
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characterize and demonstrate motivational concepts and guide
group discussions (Borkowski et al., 1988).

Throughout the

program, teachers applied the motivation concepts and
strategies in daily classroom activities.
The student motivation training program consisted of
three phases described in Hughes (1990).

Before the phases

of the program were initiated, rese-rchers involved the
teachers who would assist in implementing the program.

By

assuring concept mastery of the program before it began, it
was believed that teacher involvement and ownership would be
greater.

In the first phase of training, students were

taught student motivation concepts.

Objectives of the

lessons included describing characteristics of Cando and
Doom, describing characteristics of effective learners,
differentiating between what Cando and Doom believe causes
success and failure, describing aspects of being a
responsible person, identifying ways to avoid failure, and
identifying causes of misbehavior.
In the second phase of training, Cando and Doom were
used to guide group discussions of stories identified as
having motivational themes.

Objectives of the lesson plans

included identifying the concepts of fear of failure,
persistence, confidence, self-concept, and self-esteem,
reading stories and describing the main characters'
motivational qualities, and creating thoughts typical of
Cando and Doom.
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In the third phase of training, teachers and
researchers fostered students' internalization of the
student motivation concepts via strategy instruction and
cognitive change strategies.

Objectives of the lessons

included setting goals, writing stories with motivational
themes, and role playing behaviors typical of Cando and
Doom.

Teachers incorporated ideas and strategies from the

lessons in the daily routine of their classes.
researcher conducted all of the lessons.

The

Lesson plans for

sessions of each phase appear in Appendix D.
Posttest
The Antecedent Attributions Test, Children's Academic
Motivation inventory, teacher ratings, and writing samples
were administered to the trained sample posttest group and
to the untrained ,,
, ample

osttest control group.

Additionally, teacher-assigned grades, attendance data, and
number of discipline slips received were collected for each
group at the end of the fourth quarter.
Hypotheses
1.

Does motivation training result in an increase in

AAT scores for the trained group from pretest to posttest?
Does motivation training result in an increase in

2.

CAMI scores for the trained group from pretest to posttest?
3.

Does motivation training result in an increase in

teacher ratings for the trained group from pretest to
posttest?
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4.

Does motivation training result in an increase in

math grades for the trained group from pretest to posttest?
5.

Does motivation training result in an increase in

reading grades for the trained group from pretest to
posttest?
6.

Does motivation training result in an increase in

attendance tor the trained group from pretest to posttest?
7.

Does motivation training result in a decrease in

number of discipline slips for the trained group from
pretest to posttest?
8.

Does motivation training result in an increase in

motivation idea units in writing samples for the trained
group from pretest to posttest?
Analyses
Each hypothesis was tested by the following three
planned comparisons: (a) trained versus untrained group
pretest scores, (b) trained croup pretest versus posttest
scores, and (c) untrained group pretest ver.2.b posttesL
scores.

It was predicted that a significant difference

would be observed only between the trained group pretest
versus posttest scores.

Alpha for each comparison was .01.

The experiment-wise error rate for twenty-four t-tests was
.21.

The design and planned comparisons are summarized in

Table 2.
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Table 2
Design and Planned Comparisons

Test

Condition

Pretest

Posttest

School 1

Untrained

Trained

School 2

Untrained

Untrained

Trained versus Untrained Group Pretest Scores
Trained Group Pretest versus Posttest Scores
Untrained Group Pretest versus Posttest Scores

RESULTS
The first hypothesis addressed in this study asked
whether motivation training would result in an increase in
AAT scores for the trained group from pretest to posttest.
Table 3 presents the descriptive statistics and summary
table for the AAT scores for trained and untrained groups.
The first planned two-group comparison indicated no
significant difference between the AAT pretest scores for
the trained and untrained groups.

The significant increase

found in the second planned comparison indicated that
motivation training resulted in an increase in AAT scores
for the trained group from pretest to posttest (t = 6.33,
p < .01).

The third planned comparison indicated that the

untrained group showed no increase on the AAT from pretest
to posttest.
The second hypothesis addressed in this study asked
whether motivation training would result in an increase in
CAMI scores for the trained group from pretest to posttest.
Table 4 presents the descriptive statistics and summary
table for the CAMI scores for trained and untrained groups.
The first planned two-group comparison indicated no
significant difference between the CAMI pretest scores for
the trained and untrained groups.
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The significant increase
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Table 3
Descriptive Statistics and Summary Table for Antecedent
Attributions Test Scores: A Comparison of Pretest and
Posttest Performance for Trained and Untrained Groups

Pretest

Posttest

_
M

SD

M
_

SD

Trained

40.64

5.33

45.58

5.00

Untrained

39.45

6.00

38.58

5.20

Condition

Condition
Trained versus Untrained Group Pretest
Trained Group Pretest versus Posttest
Untrained Group Pretest versus Posttest

Note: "p < .01.

found in the second planned comparison indicated that
motivation training resulted in an increase in CAMI scores
for the trained group from pretest to posttest (t = 4.28,
p < .01).

The third planned comparison indicated that the

untrained group showed no increase on the CAMI from pretest
to posttest.
The third hypothesis addressed in this study asked
whether motivation training would result in an increase in
teacher ratings for the trained group from pretest to
posttest.

Table 5 presents descriptive statistics for the
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teacher rating scores for trained and untrained groups.

The

first planned two-group comparison indicated no significant
difference between the teacher rating scores for the trained
and untrained groups.

The significant increase found in the

second planned comparison indicated that motivation training
resulted in an increase in teacher rating scores for the
trained group from pretest to posttest (t =

11, p < .01).

The third planned comparison indicated that the untrained
group showed no increase on the teacher rating scores from
pretest to posttest.
Table 4
Descriptive Statistics and Summary Table for Children's
Academic Motivation Inventory Scores: A Comparison of
Pretest and Posttest Performance for Trained and Untrained
Groups

Pretest
Condit

M

SD

Posttest
M

SD

Train.

98,64

9.25

103.83

9.14

Untrained

96.31

9.26

94.31

13.51

Condition
Trained versus Untrained Group Pretest

n.s.

Trained Group Pretest versus Posttest

4.28'

Untrained Group Pretest versus Posttest

n.s.

Note: *2 < .01.
Table 5
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Descriptive Statistics and Summary Table for Teacher Rating
Scores: A Comparison of Pretest and Posttest Performance
for Trained and Untrained Groups

Posttest

Pretest

SD

M
_

SD

M
_

Trained

62.75

15.75

67.77

16.95

Untrained

56.62

15.22

57.04

14.57

Condition

CLnditirn
Trained versus Untrained Group Pretest

n.s.

Trained Group Ptetest versus Posttest
Untrained Group Pretest versus Posttest

Note: *p < .01.

The fourth hypothesis addressed in this study asked
whether motivation training would result in an increase in
math grades for the trained group from pretest to posttest.
Table 6 presents descriptive statistics for the math grades
for trained and untrained groups.

A significant decrease in

math grades was found in the trained group from pretest to
posttest (t - -2.69, p < 0.01).

No significant differences

were indicated in the other planned comparisons.
The fifth hypothesis addressed in this study asked
whether motivation training would result in an increase in
reading grades for the trained group from pretest to
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posttest.

Table 7 presents descriptive statistics for the

reading grades for trained and untrained groups.

A

significant difference was found in the trained versus
untrained group pretest planned two-group comparisons.
However, no significant increase in reading grades was found
in the trained group from pretest to posttest (t = 1.74, p =
0.87).

Table 6
Descriptive Statistics and Summary Table for Math Grades: A
Comparison of Pretest and Posttest Performance for Trained
and Untrained Groups

Pretest
Condition

M

SD

Posttest
SD

M

Trained

8196

11.62

77.75

16.00

Untrained

79.80

10.13

76.38

11.39

Condition
Trained versus Untrained Group Pretest
Trained Group Pretest versus Posttest
Untrained Group Pretest versus Posttest

Note: *p < .01.

The sixth hypothesis addressed in this study asked
whether motivation training would result in an increase in
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attendance rates for the trained group from pretest to
posttest.

Table 8 presents descriptive statistics for

attendance data for trained and untrained groups.

A

significant difference was found in the untrained group
However, no

pretest versus posttest comparisons.

significant increase in attendance data was found in the
trained group from pretest to posttest (t - 0.48, p =
0.630).

Table 7
Descriptive Statistics and Summary Table for Reading Grades:
A Comparison of Pretest and Posttest Performance for Trained
and Untrained Groups

Pretest
Condition

M

SD

Posttest
M
_

SD

Trained

85.09

8.96

86.57

10.86

Untrained

74.20

11.26

76.63

13.11

Condition
Trained versus Untrained Group Pretest

-5.08'

Trained Group Pretest versus Posttest

n.s.

Untrained Group Pretest versus Posttest

n.s.

Note: 'p < .01.
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Table 8
Descriptive Statistics and Summary Table for Attendance
Rates: A Comparison of Pretest and Posttest Performance for
Trained and Untrained Groups

Posttest

Pretest
Condition

SD

M

SD

M

Trained

1.30

2.01

1,46

2.29

Untrained

1,13

1.83

2.30

3.39

:4;

Condition
Trained versus Untrained Group Pretest

n.s.

Trained Group Pretest versus Posttest

P.S.

Untrained Group Pretest versus Posttest

2.69*

Note: .2 < .01.
The seventh hypothesis addressed in this study asked
whether motivation training would result in a decrease in
the number of discipline slips received for the trained
group from pretest to posttest.

Table 9 presents

descriptive statistics for the number of discipline slips
received for trained and untrained groups.

No significant

decrease in the number of discipline slips received was
found in the trained group from pretest to posttest (t =
-0.60, 2 = 0.553) or in the other two planned comparisons.
The eighth hypothesis addressed in this study asked
whether motivation training would result in an increase in
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motivation idea units in writing samples for the trained
group from pretest to posttest.

Statistics are available

for the trained group pretest versus posttest scores only
because the untrained group pretest samples were lost.
Thus, it is impossible to determine whether a significant
effect would have been indicated.

The trained group pretest

versus posttest scores indicated a significant increase (t
-3.78, p

< .01) in motivation idea units for the first and

second writing samples.

No significant difference was

observed for the third writing sample.

A second rater of

the writing samples found the same results.
Table 9
Descriptive Statistics and Summary Table tor Number of
Discipline Slips Received: A Comparison of Pretest and
Posttest Performance for Trained and Untrained Groups

Pretest
Condition

Posttest

M

SD

M

SD

Trained

.1964

.644

.1429

.483

Untrained

.1509

.496

.2830

.794

Condition
Trained versus Untrained Group Pretest

n.s.

Trained Group Pretest versus Posttest

n.s.

Untrained Group Pretest versus Posttest

n.s.

Note: *p < .01.
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Table 10
Descriptive Statistics and Summary Table for Writing Sample
One: A Comparison of Pretest and Posttest Performance for
Trained Groups

Pretest

SD

SD

Condition
Trained

Posttest

1.61

1.52

2.32

2.90

t.

Condition

4.21'

Trained Group Pretest versus Posttest

Note:

p < .01.

Table 11
Descriptive Statistics and Summary Table for Writing Sample
A Comparison of Pretest and Posttest Performance for
Two:
Trained Groups

Pretest

Posttest
SD

Condition
Trained

1.45

1.44

1.97

2.79

Condition
Trained Group Pretest versus Posttest

Note: .p < .01.

4.01.
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Table 12
Descriptive Statistics and Summary Table for Writing Sample
Three:
A Comparison of Pretest and Posttest Performance for
Trained Groups

Pretest

Posttest

Condition
Trained

SD
2.71

1.57

3.31

1.89

Condition
Trained Group Pretest versus Posttest

Note:

2 < .01.

n.s.

DISCUSSION
The results of the present study indicate that student
motivation, teacher perceptions of student motivation, and
the number of motivational idea units on two of three
writing samples were enhanced as a result of the training
program.

No positive significant differences were found for

math and reading grades, attendance data, number of
discipline slips received, and the third writing sample,
The present study attempted to replicate Hughes' (1990)
finding that motivation training resulted in improvement in
two measures of student motivation, the AAT and CAMI.

This

study also extended the scope of Hughes (1990) motivation
training program in order to (a) determine whether his
results would generalize to other schools, teachers,
researchers, and students and (b) investigate the effects c,
student motivation as measured by teachers, achievement as
measured by teacher-assigned math and reading grades, and
attendance, classroom behavior, and writing samples.
The study addressed eight questions regarding the
effects of student motivation training with 4th- and 5th
grade students.

The first and second research question

represent a replication of Hughes' (1990) findings by
attempting to determine if the trained group's long-term
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causal attributions and student motivation could be
positively changed via motivation training.

Using the AAT

and CAMI as measures of student motivation, the planned
comparisons for the trained group indicated that those
students who received motivation training obtained higher
scores than students who did not receive +- raining or were
tested before training was begun.

These results replicate

Hughes' (1990) previous finding that student motivation, as
measured by the AAT and CAMI, may be positively related to
training.

These findings suggest that the motivation

training program generalizes to other teachers, other
students, at least one other school, and at least one other
researcher.
Some of the limitations of Hughes' (1990) study were
addressed by hypotheses three through eight of the present
study.

The third hypothesis examined whether teacher

ratings of the achieve/Twat motivation of the trained group
would increase from pretest to posttest.

The significant

interaction for the trained group from pretest to posttest
suggests Lhat teacher perceptions of their students'
motivation was enhanced as a result of the training.

This

provides evidence that the training generalizes to a
measure of motivation other than the AAT or CAMI.

A second

conclusion that can be drawn from this significant result is
that a halo effect for teachers was created as a result of
the training.

In other words, it cannot be totally ruled
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out that the higher teacher ratings at the end of training
resulted from their knowledge that they were supposed to
rate them higher.

It is impossible to ascertain whether a

halo effect existed but regardless, the higher ratings of
the teachers at the end of training most likely had a
positive effect on their students' self-esteem and feelings
of self-worth.
The purpose of the fourth and fifth hypotheses was to
determine if students

math and reading grades would

increase from pretest to posttest for the trained group.

No

significant difference was found for reading grades;
however, math grades were found to significantly decrease.
Although it is impossible to determine exactly why this
effect occurred, there are some possible explanations.

One,

the math curriculum may have gotten progressively more
difficult throughout the school year, thus making it harder
for students to earn higher grades.

This possibility is

supported by the fact that the math grades of the school of
the untrained group also decreased from pretest to posttest,
though not significantly.

Two, teachers expectations for

student production of assignments may been different at the
end of the year.

Third, one teacher used a math curriculum

at a higher grade level and this may have caused some
students to earn lower grades.
A qualitative analysis of math and reading grades in
relation to positive increases on the measures of motivation
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may hold promise for indicating that the training program
may influence achievement for some students.

Twelve

students in the trained group who showed significant gains
on the AAT and/or the CAMI also showed significant gains in
math grades.

Likewise, twenty-one students in the trained

group who showed significant increases on one or both of the
motivation measures also showed significant increases in
their reading grades.

Thus, the motivation training program

may have positively enhanced the motivaton and teacherassigned grades of some students.

This finding suggests

that conducting motivation training programs with students
who perceive themselves to be unsuccessful may be
beneficial.

Groups that could be targeted include students

identified as low in motivation or self-esteem, learning
disabled, or at-risk for dropping out of school.
The sixth and seventh research questions addressed
whether motivation training would result in increased
attendance and fewer discipline slips for the trained group.
These hypotheses were measured by analyzing attendance rates
and the number of discipline slips received from pretest to
posttest.

A significant interaction was not found to exist

for the trained group from pretest to posttest for either
hypothesis.

This result was expected after pretest data

were collected because the trained group, as well as the
entire school of the trained group, had a high attendance
rate and few discipline slips before training was initiated.
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In other words, there was little room for improvement on
these two measures.

Although there were no significant

effects, the principal of the school where training occurred
indicated that some students who were frequently referred to
him for discipline problems prior to training had fewer
visits to his office (and thus fewer discipline slips) as
training was begun and continued throughout the school year.
An informal analysis of the data supported the principal's
claim.

A few students showed a decrease in the number of

discipline slips from pretest to posttest.

This decrease

would suggest that even though the effects are not
statistically signtficant, student motivation training may
have helped some students to enhance their self-control and
self-discipline.

Future research in this area may be

beneficial, particularly in schools wieh discipline
problems.
The last hypothesis examined whether the trained
group's writing samples would show an increase in the number
of motivational idea units from pretest to posttest.

As was

previously indicated, only trained group pretest versus
posttest comparisons are available because the untrained
group pretest samples were lost.

A planned comparison of

the trained group scores averaged across raters indicated
that the number of motivational idea units significantly
increased in writing samples one and two from pretest to
posttest.

This difference indicates that at the end of
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training, students were able to write a story about
experiences Cando and Doom had in school with significantly
more positive motivational statements than they were before
training was begun.

Many students indicated at the end of

their papers or verbally to the researcher that their Cando
stories were actually about them or that their Doom stories
were how they used to be.

Thus, it appears that many

students had internalized the motivational concepts.
One reason that a significant difference was not found
for writing sample three might be the considerable variance
among students regarding what they want to be when they grow
up.

For example, in the pretest, some students described

three or four professions they might enjoy while they
described only one in the posttest.

As a result, these

students received less motivational idea units in the
posttest than in the pretest.
The data also suggest that using one apprr,icli for
enhancing student motivation will not be effective for all
students or even for most students in that some students
showed no increase or a decrease on the measures of
motivation.

Any researcher conducting a motivation training

program must realize ad accett the individual differences
of participants and attempt to adjust the program to meet
their individual needs.

The motivation training program

presented in this study made use of the lecture format in
Phase 1 and required a great deal of reading and writing in
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Phase 2.

Thus, the effects of the program may have been

diminished for students who did not respond well to the
mini-lectures and/or who were not avid readers or writers
However, this program could be readily adapted to
accommodate individual differences among students.

For

example, students who do not read well or do not enjoy
reading could be offered the choice of viewing short films
instead.

Students could also be encouraged to present their

stories to their classmates in a variety of modes such as a
written report, oral report, or dramatization.

Nonetheless,

the researcher must accept that the incorporated program may
not reach all students to the same degree.
The results of this study have several implications for
staff development and collaboration between researchers,
administrators, counselors, and teachers.

Because the

motivation of students is integral to their success in
school and is often cited as an area of concern by teachers,
teacher preparation programs should include not only a
curriculum for teaching skills, content, and critical
thinking/problem solving, but should also include a
curriculum for fostering the dispositions for using them
(Resnick, 1987).

This motivation training program could be

integrated into the daily and weekly curriculum and expanded
to cover the entire school year.

A second implication is

that fostering student motivation could be included as an
inservice and/or staff development topic so that approaches
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to student motivation training could be provided to
teachers.

Third, the collaboration that exists between the

researcher and the teachers in schools where training occurs
is beneficial for both and serves as a significant form of
staff development.
While the training program has many benefits, some
teachers may be reluctant to devote instructional time to
"student motivation" for several reasons.

One is that

teachers may believe that time spent on motivation will
detract from students learning content.

Another reason is

that some teachers may believe that motivation is an innate
trait and, as such, cannot be taught,

A third reason

teachers may be reluctant to implement the program is that
they may believe that motivation should be taught at home
rather than at school.

Finally, some teachers may possess

the belief that "unmotivated" students are just lazy and
thus may rationalize that spending instructional time with
these students would be ineffective.

Because some teacher

reluctance is likely to exist, it is crucial that the
implementor of the training program have a teacher
commitment to enhancing student motivation.

As deCharms

(1968) indicated, teacher commitment and involvement is
crucial for the success of motivation training programs.
However, some teachers, while believing in the
importance and value of enhancing student motivation, may
unintentionally fail to fully incorporate motivation
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training into their curriculum.

It is logical to assume

that the training program will be most effective when it is
incorporated into the daily curriculum by simply asking a
question such as "How was your behavior like Cando?

to

doing something more complex such as assisting the class in
developing a Cando and Doom song or rap.

Activities such as

these not only foster motivation, but also address other
goals of current school reform, such as thinking skills and
productive group membership.

When teachers do not

consistently address the basic components of the program,
the overall effectiveness may be diminished for the students
and teacher.

Another unintentional effect that may diminish

the effectiveness of the program is that teachers might
emphasize how their students are like Doom to the exclusion
of how students are like Cando.

Thus, teachers with good

intentions for enhancing student motivation may
unintentionally hinder it by their daily actions and words.
Student and researcher feedback regarding the training
program sheds light on some possible ways to improve the
program.

Many students indicated that the first phase of

the program was sometimes a "little boring" and could have
been shortened.

Some students requested that more "fun

activities" be included.

Another student commented that one

of the cartoon characters should have been a girl.

It was

suggested by a researcher that the cartoon characters be
made to represent the racial diversity of the country.
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Incorporation of these suggestions might well improve the
program.
Student feedback also indicated that students had
learned some motivational concepts and had begun to
internalize those concepts.

For example, students indicated

they had learned to be more positive about themselves, set
realistic goals, solve problems, and that it is important to
try hard, pay more attention to the teacher, study more, not
get discouraged over a bad grade, and make "t() do" lists.

A

majority of students indicated that they had established and
met personal short-term goals during the program and had
learned to make use of strategies to become better learners.
In sum, as previously discussed, many schools,
districts, states, and countries have established and are
es'_a.,lishing goals that include not only skills and content
but thinking and the dispositions for learning and
se skills and content.

The results of the present

_ of importance because they inaicate that students'
.r_ions toward learning can be changed via motivation
training.
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Appendix A
Antecedent Attributions Test
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Antecedent Attributions Test
Directions: Below are several statements describing things
that often happen in school to students your age. When you
read each statement, think about what might have caused this
to happen to you. Then, put a "1" beside the reason that
you believe is most like you. Put a "2" beside the reason
that you believe is second most like you.
Practice question
You were playing in a softball game.
The score was
tied in the last inning. You hit a homerun tc win the
game. Why did this happen?
I was lucky

It was easy

I had help

I am good at it

I tried hard

1.

You got all the words right on the weekly spelling
test. Why did this happen?
I had help

I am good at it

I tried hard

I was lucky

It was easy
2.

The teacher asked you to read a paragraph aloud to the
class.
You read it loudly and clearly without missing
a word. Why did this happen?
I tried hard

I was lucky

It was easy

I had help

I am good at it
3.

On the first day of school, the teacher asked each
student to write a paper titled "My Summer Vacation".
When your paper was handed back to you, your teacher
had written "excellent paper" on the top. Why did this
happen?
It was easy

I had help

I am good at it

I tried hard

I was lucky
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4.

You did the crossword puzzle in your weekly school
newspaper and you correctly filled in all of the
blanks. Why did this happen?
I am good at it

I tried hard

I was lucky

It was easy

I had help
9.

You got 100% on a math test.

Why did this happen?

I have ability

It was easy

I studied hard

My teacher likes me

I was lucky

6.

The teacher asked you to draw a map of the United
States. When you got it back, your teacher had written
"excellent" on the top. Why did this happen?
It was easy

I am good at it

I had help

My teacher likes me

I tried to do my best
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Appendix B
Children's Academic Motivation Inventory
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Children's Academic Motivation Inventory
Directions:
tell how the
about school
is very much
statement to

For each of the following statements, please
statement describes how you think and feel
and school work. For example, if the statement
like you, circle "SA" at the left of the
show that you strongly agree.

Please answer each question by marking one of the following
choices:
Strongly agree
Agree
Disagree
Strongly disagree

circle
circle
circle
circle

SA
A
D
SD

SA

A

D

SD

1.

When I try hard, I am usually successful.

SA

A

D

SD

2.

I finish most jobs or assignments that I
begin.

SA

A

D

SD

3.

I usually do my very best in whatever I
do.

SA

A

D

SD

4.

When I do well on a test, it is usually
because I was lucky.

SA

A

D

SD

5.

I have the ability to do well in school.

SA

A

D

SD

6.

I work hard on most school assignments.

SA

A

D

SD

7.

Most of the time I do well on school
work.

SA

A

D

SD

8.

I can do hard work if I try.

SA

A

D

SD

9.

I usually complete one assignment before
starting on another one.

SA

A

D

SD

10. When I do poorly in my school work, it is
usually because I am not smart enough.

SA

A

D

SD

11. When I do well on a school assignment, it
is usually because the assignment was so
easy that anyone could do well.

SA

A

D

SD

12. I like being successful on my school
work.

SA

A

D

SD

13. I study hard for tests.
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SA

A

D

SD

14. I feel good when I have done well on my
school work.

SA

A

D

SD

15. When I do well on a test, it is usually
because the teacher gave me the grade.

SA

A

D

SD

16. I like to be recognized for doing well in
school.

SA

A

D

SD

17. When I do well on a tut, it is usually
because I studied.

SA

A

D

SD

18. Most of the time I am successful on
tests.

SA

A

D

SD

19. I like to get good grades on my school
work.

SA

A

D

SD

20. When I start doing my homework, I usually
keep working until it is done.

SA

A

D

SD

21. When I do well on a test, it is usually
because of my ability.

SA

A

D

SD

22. I make high grades when I try harder.

SA

A

D

SD

23. When I study hard for tests, I usually do
well.

SA

A

D

SD

24. The person who has the most control over
what grades I make is me.

SA

A

D

SD

25. If I work hard in school, I can become
smarter.

SA

A

D

SD

26. I do well on tests because I have
ability.

SA

A

D

SD

27. I do well on school assignments because
my teacher likes me.

SA

A

D

SD

28. When I do well on a school assignment, it
is usually because I was lucky.

SA

A

D

SD

29. I make good grades in school because I
have ability.

SA

A

D

SD

30. If I make a good grade on a test, it is
because the test was easy.
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TEACHER RATING SCALE
On a scale ranging from "I" (low) to "5" (high), rate the degree

to N/ hick

approaches new situation% with confidence

each stu(Ient:
l_ow
I I igh
I 2 3 4 5

2.

avoids self-critical statements

1 2 3 4 5

3.

feels satisfied with his/her academic performance

1 2 3 4 5

4.

is satisfied with the quantity and quality of his/her peer
relationships

1 2 3 4 5

possesses the skills he/she needs to pursue the social
contacts he/she desires

1 2 3 4 5

has at least one or two friends by whom he/she feels
liked and accepted

1 2 3 4 5

7.

is satisfied with his/her appearance

1 2 3 4 5

8.

is satisfied with the performance of his/her body in physical
activities

I 2 3 4 5

9.

demonstrates positive keiings toward school

1 2 3 4 5

10.

seems to feel good about self when he/she is with family

i 2 3 4 5

ii.

cooperates when working with classmates

1 2 3 4 5

12.

demonstrates confidence in his/her ability to achieve

1 2 3 4 5

13.

pays attenti-

1 2 3 4 5

14.

works hal Lf

15.

stays on task "-'

to.

puts forth greater etort Alowing a perceived failure
(that is, a failure as defined by the child)

1 2 3 4 5

17.

likes schocl

1 2 3 4 5

18.

approaches school work with eagerness

1 2 3 4 5

6

- materials are presented

1 2 3 4 5
;ie, finds the work difficult

1 2 3 4 5
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Phase 1, Session 1
Lesson Concepts:
Introduction of program and cartoon characters
Objectives:
The learner will be able to describe the following characteristics of
Cando (high self-concept, confident, persistent, responsible, able, tries
hard, has a positive attitude, belief in personal cause of outcomes) and Doom
(does not believe in himself, perceives lack of control over outcomes, blames
others, helpless, irresponsible, low/negative self-concept, negative
attitude).
Methods:
1.

Say "We are going to talk about what causes students to succeed in
school. We are going to talk about ways to become a better student so
that you can learn more in school."

2.

Ask, "Why do you succeed in school?" Ask students to think about a time
when they did well on a test or assignment and state the reasons why
they did well. Write each response on chalkboard. Discuss what each
Responses should include: pay attention, listen, study
response means.
hard, be confident, responsible, persistent, able, willing, have a
positive winning attitude, stay on task, mature, self-confident, set
goals, follow directions, read and write, memorize, take notes, get
help, and write outlines.

4.

Show students the posters of Cando and Doom. Explain that we are going
to use the cartoon characters to talk about what good students are like.
We are going to talk about motivation. Ask students to define
motivation in their own words to ensure that they understand the
concept.

5.

Ask students to
things that are
discussed to be
characteristics

6.

Ask students to describe Doom. List characteristics on board.
what Doom would be like as a student.

describe Cando. Students noted that Cando did the
on the board. Cando uses the things that we just
a better student. List on the chalkboard any
that were not stated by the students.

Materials:
Posters of Cando and Doom

Discuss

Phase 1, Session 2
Lesson Concepts:
Characteristics of effective learners
Objectives:
The learner will be able to name and describe characteristics of
effective learners.
Methods:
1.

Review characteristics of Cando and Doom. Ask students to recall the
characteristics that were listed on the board the week before. Again,
list the characteristics on the chalkboard. Cando has a positive selfconcept, has self-confidence, is persistent, responsible. able, tries
hard, has a positive attitude, and believes that he has personal
causation for what grades he makes. Doom does not believe in himself,
perceives lack of control over what grades he makes, blames others, is
helpless, irresponsible, and has a negative self-concept and negative
attitude.

2.

Explain that Cando and Doom are different in other ways. They have
different beliefs about what causes them to succeed and fail. Explain
that Cando believes that success is caused by ability and effort and
that failure is caused by a lack of effort. Doom believes that succees
is caused by luck, the task betng easy, or because of the generosity of
someone else and failure .E.1 caused by lack of ability. Write the
attribution matrix listed below on the chalkboard. Substitute the names
of the cartoon charactere (i.e., Cando & Doom) for the concepts of
motivated to succeed and motivated to avoid failure, respectively.

3.

Success

Failure

Cando:

Ability and effort

Lack cf effort

Doom:

Luck, task ease, help

Leek of ability

Provide examples of each of these situations. :f Cando gets an "A" on a
test, Cando believes that both ability and effort 'caused" the "A."
Cando might say, "I'm smart and I studied hard." If Cando does not do
well on a test, Cando believes that he did not study enough. If Doom
gets an "A" on a test, Doom might believe that the test was easy and
that anyone could do it successfully. Or, Doom might believe that he
was lucky or that he succeeded because someone helped him.
If Doom does
not do well on a test, Doom believes that he is not smart enough to do
well. Doom believes that he has a lack of ability. Doom does not
understand that he failed because he did not study.

Materials:
Posters of Cando and Doom
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Phase I. Session 3
Lesson Concepts:
Causal attributions
Objectivee:
The learner will be able to describe differences between what Cando and
Doom believe causes euccess and failure.
Method
I.

2.

Write attribution matrix on chalkboard. Review attributions and
examples presented during the previous lesson. Again, substitute names
(i.e., Cando and Doom) for concepts of motivation to succeed and
motivation to avoid failure, respectively.

Success

Failure

Cando:

Ability and effort

Lack of effort

Doom:

Luck, task eaae, help

Lack of ability

DiSCU98 each of the four cells in the matrix, providing additional
examples of each one. If Cando hits a homerun, Cando believes that both
ability and effort "caused" him to hit the homerun. Cando might say,
"T'm good and I practice." If Cando does not do well on a homework
assignment, Cando believes that he did not try hard enough. If Doom
spells all of the words correctly on the weekly spelling test, Doom
might believe that the test was easy and that anyone could spell all the
words correctly. Or. Doom might believe that he was lucky or that he
If Doom has trouble learning to
succeeded because someone helped him.
play a song on the piano, Doom believes that he is not good enough to do
4ell.
.),(7:m believes that he has a lack of ability. Doom does not
underst
'.hat he fails because he does not practice enough.

Materials:
Posters of Cando and boom
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Phase 1, Session 4
Lesson Concepts:
Responsibility, connecting consequences with behavior
Objectives:
The learner will be able to (a) describe a time when an inappropriate
behavior resulted in a negative consequence, (b) describe how people associate
the bad feelings that follow the consequences of inappropriate behavior with
other people, events, or situations, and (c) describe how the inappropriate
behavior is what is responsible for the bad feeling.
Methods:
1.

Review attribution matrix.

2.

Ask students to define inappropriate behavior.

3.

Ask students to define consequences.

4.

Ask students if they have ever ridden in a car while someone was stopped
for breaking a law. Then ask, what did the person say after they were
pulled over? Did they accept responsibility?

5.

Ask students to tell about a time when they got into trouble for an
inappropriate behavior. Ask, "Did you accept responsibility?"

6.

Discuss the following hypothetical situation: A student watches TV
instead of doing homework (inappropriate behavior). The next day, the
student receives a zero for the assignment (negative consequence). Ask,
'How would you feel if you were that student? What do people think when
they feel this way? Are they responsible? Or, do they blame someone
else? Do they accept responsibility for not doing their homework or do
they say something like, 'Why do I need to know this, anyway?'"

7.

Using the attribution matrix as a cue, explain that Cando accepts
responsibility for failure. When Cando fails, Cando believes it was
caused by his lack of effort. Cando also accepts responsibility for his
success. Cando takes credit for success. Doom does not take credit for
his success. When Doom fails, Doom believes that he was responsible,
but he believes that the wrong thing caused him to fail. Instead of
believing that he did not study hard erough, Doom believes that tie is
not smart enough. Doom believes that he has a lack of ability.

Materials:
Posters of Cando and Doom
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Phase 1, Session 5
Lesson Concepts:
Avoiding failure
Objectives:
The learner will be able to identify ways in which students may avoid
failure.
Methods:
1.

Explain to students that Cando and Doom keep from failing in different
ways. Cando avoids failure by trying hard and succeeding. But Doom
avoids failure in other ways.

2.

Describe ring toss game (Atkinson, 1964) to students. A person is
allowed to make one toss from one of three distances. One distance is
very close and is easy. It is almost impossible to fail (hypothetical
payoff = $5.00). A second distance is harder, but you can expect to hit
about half of the time (payoff = $20.00). The third distance is almost
impossible to hit (payoff = $50.00).

3.

Ask, "From which of these distances would Cando and Doom choose to toss
the ring?" Discuss choices.

4.

Explain that Doom would pick either the easy or difficult task because
either way Doom will not fail. Cando would likely choose the middle
distance because it is challenging. Discuss each of the three
situations to ensure that each student understands that what is
important is what the person believes.

5.

Explain to students that Doom avoids failure in four ways: (a) does not
try, (b) chooses easy tasks, (c) chooses tasks that are too hard, and
(d) misbehaves. In each of these ways, a person has an excuse for
failing. So, the person can think, "1 really did not fail." Ask
questions and review until students demonstrate that they understand the
concept of avoiding failure.

Mater kale:
Posters of Cando and Doom
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Phase 1, Session 6
Lesson Concepts:
Causes of misbehavior
Objectives:
The learner will be able to identify four causes of misbehavior and
describe tnose causes,
Methods:
Ask students to th
"Why did you do whz

-c about a time when they got into trouble. Ask,
you did (or did not do) to get into trouble?"

2.

Attention. Sometimes when people get into trouble, they want attention.
Aiik—,7 "What are the two kinds of attention?" Explain that positive
attention usually takes longer to receive than negative attention, but
positive attention is more satisfying in the long run.

3.

Power.
Ask students to define power. Ask students to define a power
etruggle. Ask if they remember throwing temper tantrums in the checkout
line at the grocery. Ask, "Who had more power, you or your parent?"
Sometimes students get into power struggles with teachers to avoid an
assignment.

4.

Revenge. Ask students if they have ever heard someone say, "I don't get
mad, I get even." Sometimes students become so frustrated in school
that they try to get someone back. They become frustrated because they
do not understand how to complete an assignment or they cannot work a
problem.

5.

Inadequacy. Another inappropriate behavior is to withdraw.
people feel so badly about themselves that they do not try.
who feel this way look like Doom.

6.

Explain to students that these are normal ways that people act. people
can improve (e.g., become a better student or learner) by learning to
recognize when they feel this way. Then, they can say to themselves,
"If I do that, I will get into trouble."

7.

Explain to students that they can use Cando and Doom to help them to
remember to think before they act. Before you act inappropriately, you
can think, "I'm thinking or acting like Doom. I should think or act
like Cando."

8.

Encourage students to uae this strategy in school and at home.
students at the next two meetings to use the strategy.

Sometimes
Students

Remind
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Phase 2, Session 1
Lesson Concepts:
Fear of failure, persistence, learning from
concentration on the task at hand

thers, confidence, and

Objectives:
The learner will be able to (a) identify concepts such as the value of a
positive attitude and persistence, (b) describe a time when an obstacle wss
overcome through persistence, (c) identify someone who cares and helps and
describe how that person helps, and (d) describe how the little bird in the
film at first doubted its ability, but WW1 encouraged to put forth effort, and
persevere.
Methods:
1.

and
Tell students that they will see a film titled, To try again
succeed! Ask them to watch the film and look for ideas that have been
discussed in class.

2.

Show film,

3.

Ask students to write answers to the following questions:
a. What did you see or near in the film that was like what we have
talked about in class?
h.

Tell about a time when you were like the little bird in the film.

c.

Who is someone who cares for you and helps you?

d.

How was the little bird like Doom?

e.

How was the little bird like Cando?

Hew?

Materials:
Bosustow, S. (Producer) & Wei3e, S.
... and succeed! (Film). Caririk:, Posters of Cando and

rm

(1982). To . try . again
CRM/McGraw-Hill.
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Phase 2, Session 2
Lesson Concepts:
Confidence, self-concept, self-esteem
Objectives:
The learner will be able to (a) engage in higher level thinking by
making predictions, (b) engage in classroom discussions concerning the story,
and (c) compare and contrast the nature of the characters in the story.
Methods:
1.

Ask students to read the story, "The Skates."

2.

As the students begin to read the story, ask students to predict what
Natasha's Christmas present from Jenny will be.

3.

Ask students to discuss why they think Jenny does not like ice skating.

4.

Ask students to compare and contrast Jenny and Natasha.

S.

Ask students to describe Jenny's Christmas present for Natasha.

6.

How did jenny feel when she received a pair of skates from her
grandmother?

7.

Why did Jenny's grandmother give her a pair of skates?

8.

How would you feel if you were in Jenny's place?

9.

How did Jenny really feel about the skates?

10.

What did Jenny's grandmother say about Jenny that gave her confidence in
herself?

11.

What was Natasha's best present?

12.

After the students have read the story, ask students to write a
description of Natasha's present. Ask, "what was your prediction?"

13.

Ask students to write a short story about a similar experience of their
own.

What was Jenny's best present?

Materials:
Umans, M. (1989).
75-76.

Lie skates. Ladies Home Journal, December, 68, 72,
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Phase 2, Session 3
Lesson Concepts:
Reading comprehension, summarizing main ideas, motivation
Objectives:
The learner will be able to (a) name the main characters from a book,
(b) tell the main event from the story, (c) tell how the main characters were
motivated, and (d) tell how the main characters were like Cando and Doom.
Methods:
1.

As part of students' weekly trip to the school library, ask students to
look for books that contain motivational themes.

2.

Students read book(s) and then complete a book report form that includes
the following questions:

3.

A.

Name the main characters.

B.

Tell the main event from the story.

C.

How were the main characters motivated?

D.

How were the main characters like Cando?

E.

How were the main characters like Doom?

F.

Did you like the book?

Why?

This assignment was repeated each week for five weeks.
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Phase 2, Session 4
Lesson Concepts:
Thoughts describing Cando and Doom
Objectives:
The learner will be able to identify or create thoughts that may be
typical of Cando and Doom.
Methods:
1.

Ask students to think about things that Cando and Doom might think or
say. Ask class for examples.

2.

Ask each student to write quotations that could be attributed to Cando
or Doom.

3.

Discuss quotations with entire class.

4.

Discuss how students may use these quotations on a daily basis to help
become better learners.

5.

Have students display posters of Cando and Doom and quotations on
classroom, library, and hallway bulletin boards.

6.

Encourage students to memorize some quotations and use them on a daily
basis.

Materials:
Posters of Cando and Doom, paper, markers, and bulletin boards
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Phase 2, Session S
Leeson Concepts:
Creative writing (write stories, poems, rape, and/or draw illustrations
or cartoons)
Objectives:
The learner will be

to describe Cando and Doom.

Methods:
1.

Oral discussions relating to the characteristics of each character
(positive or negative).
Students brainstorm about the creative activities that they can do.

3.

Students select the activity that they will do.

4.

Share activities in pairs.

5.

Make corrections.

6.

Illustrate if student chooses.

7.

Display on bulletin board.

Materials:
Posters of Cando and Doom, pencils, paper, colored pencils, markers

Phase 3, Session 1
Lesson Concepts:
Creative writing (autobiography)
Objectives:
The learners will be able to describe themselves as students, identify
their strengths and weaknesses, and describe how they are like Cando and Doom.
Methods:
1.

Ask students to define the word "autobiography."

2.

Ask students to write an autobiography (using the questions below as a
guide).
A.

Who are you?

B.

What do you do?

C.

What kind of student are you?

D.

What are your strengths and weaknesses?

E.

How are you like Cando?

F.

How are you like Doom?

(Hobbies, sports, favorite TV shows, heroes)

Materials:
Paper and pen or pencil

91
Phase 3, Sessions 2 e

3, and 4

Lesson Concepts:
Role playing
Objectives:
The learner will be able to demonstrate behaviors similar to those that
may be displayed by Cando or Doom, and demonstrate how a teacher or principal
might try to use motivational strategies to help Doom be more like Cando.
Methods:
1.

Ask students to define "role playing."

2.

Explain to students, "We are going to role play how Cando and Doom act
in class and how a teacher or principal might try to help Doom learn to
be more like Cando."

3.

Each student will be allowed to role play at least one character.

4.

After each group has role played, ask class to describe how the actors
were like Cando and Doom, identify the strategies that the teacher or
principal used to try to help Doom, and how the teacher acted toward
Cando. Ask the class to describe how well the teacher succeeded in
helping Doom.
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Phase 3, Session 5
Lesson Concepts:
Goal setting
Objectives:
The learner will be able to identify short-term, realistic goals and
develop a plan to meet the goals.
Methods:
1.

Ask students to write a list of "things to do today." Explain that the
"things" can be related to school, home, or other activities.

2.

Explain to students that the goals should relate to some task in the
immediate future (e.g., the next assignment that is due or the next
spelling test).

3.

Ask students to write 3 to 5 short-term, realistic goals.

4.

Ask the students to pick two of the goals and display them somewhere
they can be seen.

5.

Ask teachers to remind students to work toward goals.

Materials:
Posters of Cando and Doom, paper and pen or pencil
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Phase 3, Session 6
Lesson Concepts:
Using motivational strategies
Objectives:
The learner wiil be able to identify possible strategies that could
assist the student in becoming a better learner.
Methods:
Ask students, "What could you say to yourself to help you when your
motivation is low?" "What could you say to yourself when you get into
trouble?" "What could you say to yourself when you catch yourself about
to do something that will get you into trouble?" "What could you say to
yourself when you find yourself acting, thinking, or feeling like Doom?"
2.

Ask students to write examples of sayings or thoughts that they could
say to themselves when they are having difficulty in school or with
other people.

3.

Discuss examples with entire class (e.g., "I know I can do it, if I
stick to it").

4.

Encourage students to try using the sayings as strategies on a daily
basis to help them improve as learners.

5.

Follow-up at later dates to remind students to use
sayings.

Materials:
Posters of Cando and Doom, paper and pen

CL

pencil

strategies or
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Phaae 2, Sessions 7 and 8
Lesson Concepts:
Creative writing (motivation stories)
Objectives:
Tie learner will be able to write a story depicting motivational
concepts.
Methods:
1.

Ask student.s to write a short story similar to the ones that they have
had read to them.

2.

Explain that the story should contain the parts of a story that they
have already studied.

3.

List the parts of a story (i.e., introduction, complication, plot
development, climax, and resolution) on the chalkboard.

Materials:
Posters of Cando and Doom, paper and pen or pencil
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Phase 3, Session 9
Lesson Concepts:
Program debriefing (including follow-up of autobiography, goal setting,
and strategy instruction lessons)
Objectives:
The learners will be able to describe themselves as students, describe
how the motivation program helped them, identify concepts that they had not
considered before the program was begun, and describe how they used goal
setting and strategies.
Methods:
Meet with each student and ask the following questions:
1.

What kind of student are you?

2.

Did you enjoy the motivation program?

3.

Eow did it help you?

4.

What did we talk about that you had not thought about before?

5.

What goals did you set?

6.

What strategies did you use to help you become a better learner?

7.

Do you think that Cando and Doom are a good way to teach people your age
about motivation? Why?

6.

Depending on how the student responds to these questions, close by
encouraging the student to keep setting goals, using strategies, and
thinking about Cando and Doom, and saying, for example, "I'm glad that
you are like Cando." "Keep trying to be more like Cando."

Did you meet your goals?

